The use of reflective writing has long been recognised as an important component of clinical legal education pedagogy, not least because it provides an important link between the twin pillars of CLE. However, current literature about reflective writing exposes a gap about student perceptions of reflective writing.
bench,' 10 reflection also gives students the opportunity to question their own actions, motives and responses. The skill of reflection extends clinical legal education into far more than 'learning law by doing law '. 11 However, more than a decade of clinical legal teaching has also informed me that student attitudes to reflective writing are varied and complex. In addition, students have a range of attitudes towards the usefulness and validity of reflective writing. Anecdotal evidence over many years (from conversations with individual students and classroom discussions) has suggested that students generally find reflective writing difficult at first, but over time they come to value the skills involved in reflection and the extra dimension that it provides to a clinical placement experience. Of relevance also is the fact that the majority of current law students are part of 'Generation Y' or 'The Millennials' (born between 1982 and 2002) . 12 The learning styles of this generation have been noted to be different from those of earlier generations, most particularly because they have grown up with digital media as a constant presence in their lives, and also because they may be 'the most supervised and scheduled child generation ever.' 13 It was considered important to ascertain the attitudes of current students towards reflective writing, given that it is a predominantly solitary and extremely personal activity.
But does the process of being forced to reflect really make students more reflective about other tasks, their work and other aspects of their lives? The research aimed to identify whether reflection-in-action in a professional context is likely to take place after a clinical legal education experience.
Part II of this article identifies the aims and objectives of the research that I carried out. Part III of this article explains the research methodology which involved two forms of data collection. Individual students were asked to provide responses to a questionnaire. All students who responded to the questionnaire were also invited to participate in a focus group in order to supplement the data obtained from the questionnaires. Part IV offers an analysis of the data that was obtained from the research. Part V offers conclusions that can be drawn from the research and a series of recommendations for the development of a reflective writing pedagogy, including some innovations that I propose to implement.
PART II: AIMS AND OBJECTIVES OF THE RESEARCH
The aim of the research was to identify student perceptions about reflection and reflective writing as an assessable component of the clinical course 16 which I teach. I 15 Carver, above, n 12, 206. consider this to be an important aspect of the teaching-research nexus which underpinned the establishment of the Legal Advice Clinic which is where most students complete their clinical placement for the course. One of the aims of the course is to develop and improve self-awareness in law students, as a means of providing a coping mechanism for stressful situations. The need for such programs has been identified in the literature.
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Reflective writing is considered to be an important part of the development of self-awareness but the research aimed to explore student attitudes about this.
In particular, the objective of the research was to ascertain whether student perceptions of reflective writing match faculty perceptions of the benefits of reflective writing in clinical legal education. There were three main aims:
• To ascertain the perceived benefits of reflective writing from a student perspective.
• To ascertain the sources of student anxiety in relation to reflective writing.
• To develop an improved pedagogy of reflective writing in the clinical legal education context. Much has been written about the value of reflective practice in a professional context. Teaching structured reflective practice in a clinical context is said to assist 16 At the writer's university, each 'subject' is called a 'course'. Some universities use the term 'unit' or 'topic'. In this article, the term 'course' will be used. 17 See, for example, James C (2008), 'Lawyer Dissatisfaction, Emotional Intelligence and Clinical Legal Education', 18 Legal Education Review 123, 135. after graduation. Evans et al also emphasise that reflection in a clinical setting assists students in the development of responsibility, resilience, confidence, self-esteem, self-awareness, courage and humility.
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Although the benefits of reflective writing have been well documented, there is a gap in the clinical legal education literature in relation to whether or not law students actually do find reflective writing to be a positive experience. I considered it important to ascertain student attitudes towards reflective writing in order to 'sell' reflective writing to future students. I believe that explaining the attitudes of past students to current students is an important part of clinical pedagogy. Knowing that some students found reflective writing to be a negative experience, I wanted to formally explore the reasons for the negativity in order to address them.
My research started from the premise that there appear to be three key assumptions inherent in the expectation of clinical legal educators that students will write an assessable reflective analysis of their clinical placement. The first assumption is that students know how to reflect and that reflection is a natural innate skill. In a previous article 20 I have expressed the view that students need to be taught how to reflect, and clinical teachers must teach the skills of reflection before students are 18 Evans, A, Cody, A, Copeland, A, Giddings, J, Noone MA, Rice, S and Booth, E (2013) On the understanding, therefore, that students need guidance on how to reflect, I wanted to ascertain student attitudes towards reflective writing. The second assumption which underlies the expectation that students will produce an assessable piece of reflective writing is that students actually want to reflect. Anecdotal evidence and corridor discussions with students suggested that students have a level of concern about reflective writing that is being ignored by clinical teachers and others who require students to produce assessable reflective writing. A formal enquiry was considered necessary to unearth such concerns so that they might be addressed.
A third assumption is that students find reflection a useful and positive experience and that reflection enhances the placement experience. The literature strongly argues that it does. In addition to the desired goal of enhancing the placement experience, one of the aims of the development of the skill of reflective writing is to provide students with a useful skill. But I wanted to know whether students find reflective writing to be useful. I wanted to find out whether pedagogical perceptions of usefulness matched student perceptions of usefulness. Further, if students do not find reflective writing to be useful, why not? I also wanted to examine whether or not students perceive reflective activity as enhancing their clinical placement experience. I wanted to understand the reasons why some students are finding that reflective writing does not enhance the placement experience. The research aimed to identify possible improvements in the way that reflective writing is taught in order to enhance both the perception and the actuality of usefulness. Not all students enrolled in the course were present during the time of the questionnaires being handed out, so the responses are not representative of the entire student cohort from each term. However, all students present each time filled out the questionnaires. It was made very clear that it was a voluntary activity. No student declined to complete the questionnaire.
Across the period of four terms, there were a total of 51 students enrolled in the course.
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Out of 51 students, 28 students completed the questionnaire, representing 54.9% of the enrolled students across that period of time. The answers to the 23 Spencer, above, n 2. After completing the questionnaires, students were also invited to attend a focus group to speak in more detail about their experiences of reflective writing. Nine students participated in a focus group.
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The focus group discussion was recorded on a digital audio-recorder and the results transcribed. Students participating in the focus group were provided with a copy of a 'Participants' Information Sheet' which outlined the aim of the research, the fact that responses were confidential and that 25 On 4 April 2013. participation was voluntary.
Participants also signed a Consent Form acknowledging that they were participating voluntarily and that their responses would be de-identified. Approval was obtained from the University Human
Research Ethics Committee to conduct the focus group. All students who attended the focus group had already been assessed in the course so there was no question of student participation having any bearing on their grades. I conducted the focus group, which was an informal occasion with a pleasant atmosphere. Students who agreed to attend the focus group were aware that I would be conducting it. I considered whether my presence would influence the results but the students who attended were very frank and forthright with their comments, and appeared to appreciate the opportunity to discuss their views. I do not believe that my presence affected the results in any way.
Although some quantitative analysis has been conducted in relation to the responses, the research was predominantly a qualitative study of student responses to the seven questions.
This article provides an analysis of the responses to questions 1, 3 and 4 and focusses on whether or not students found reflective writing to be a positive or negative experience. It also examines student perceptions of the usefulness of reflective writing as an ongoing life-long learning skill. The responses to questions 2, 5 and 6 pinpoint specific difficulties identified by students as inhibitors to reflective writing.
These responses are analysed in a separate article. Out of 29 written responses to this question, 24 students specifically stated that they found keeping a reflective portfolio to be a positive experience although they expressed different reasons for this. Four students stated that they found it to be a negative experience. One stated a 'neutral' position.
The responses to Question 1 provide a useful insight into why most students find reflective writing to be a positive experience. Several of them used words like 'focus', 'interesting', 'beneficial', 'it helps me', 'sense of direction' and 'great'. This discourse suggests that students are able to identify specific reasons for deciding that reflective writing is a positive experience. The discourse employed by many students is suggestive of reflection-on-action having the potential to develop into reflection- . Expressions like 'a view to improve', 'long term effect', 'in the long run', 'a great habit / experience to learn', 'a sense of direction', 'keep tabs on my work and progress' all imply that reflection is something which might be considered beyond the bounds of the course and into the future.
Student responses to Question 1 identified a number of reasons as to why they found reflective writing to be a positive experience, including the ability to be objective about their own progress and development. This is evident in the students' terminology which identifies the opportunity for objectivity as a positive aspect of reflective writing. For example, the ability to 'look back' on their experiences was regarded positively by a number of students, as was being able to 'see how I have developed'. The ability to learn from experiences was strongly favoured, as was the opportunity to focus on achievements. For example, one student said: 
I have found it to be very beneficial for me on a personal level. I think that it is not easy to know how much you have learnt or grown without reflecting.
The concept of 'focus' was a common theme. Several students liked the fact that reflective writing created order for them:
it helps me focus it helps me organise what I've learnt it allowed for me to keep tabs on my work and progress
Interestingly none of the questionnaire responses indicated an adverse reaction to writing in the first person, a critical element of reflective writing which has been noted to be contrary to traditional legal discourse which is 'clear, orderly, linear, objective and rational.' 28 Although this was not specifically asked in the questionnaire, it is noteworthy that no students raised it as an issue of frustration or concern. However, students in the focus group did raise this as an issue.
The keeping of a reflective journal has been mentioned in the literature as a means of developing emotional intelligence. Several students raised negative issues. However, the negative comments tended to be in the context of initial hesitation at the start of the reflection process. Many students articulated some sort of struggle at first, followed by a deeper understanding and appreciation once the writing process was over, for example: 28 Berger, above, n 8. 29 See, for example, Spencer, above, n 2; James C, 'Seeing Things As We Are. Emotional Intelligence and Clinical Legal Education, ' (2005) The finding that students are initially hesitant, even resistant, to reflective writing reenforces my view that in order to be effective, reflective writing must be practised regularly. Many students seem to recognise the value of ongoing reflective writing practice. One student said described it as:
A great habit / experience to learn Some students admitted that they found the task challenging, but that the challenge produced a positive reaction: 
. You can only go so deep and still relate it to other stuff, you have to get that balance and that balance is really difficult.
Some students expressed frustration that the person marking reflective writing assignments imposed their own subjectivity onto the students' reflections. For example one student in the focus group said:
What I don't like about reflection is that they tell you to write how you feel and how you felt and what you did ... but like you write how you feel and whatever and then it's up to the person marking to say whether what you felt was right.
Another issue raised by several students was that writing a reflective journal necessitated 'finding something to worry about'. One survey respondent commented that:
It's difficult to just be at placement and take it all in when you have to worry about finding something to worry about.
This is perhaps a misunderstanding about the 'disorienting' moment and perhaps also an indication of a misunderstanding about the required subject matter. An important conclusion to be drawn from this finding is that instructions for the subject matter for reflective writing must be made very clear: critical analysis does not equate to criticising the placement or finding something about which to express negativity. Reflection is not about finding something to worry about. It is about a deep consideration of the student experience from the perspectives of all involved.
IV (ii) Question 3: Have you found writing a reflective journal to be a useful exercise?
Question 3 was designed to probe the assumption that reflective writing is perceived by students as a useful exercise. I wanted to find out whether pedagogical perceptions of usefulness matched student perceptions of usefulness. If students did not find reflective writing to be useful, why not? Twenty-eight students answered this question. Students articulated various categories of 'usefulness' of reflective writing. The first category of usefulness was in relation to writing skills. Some said that reflective writing was 'a good skill to have'.
One student said that reflective writing had 'helped me to develop a new writing style.'
A large number of students mentioned organisation as a key positive factor in the usefulness of reflective writing. For example:
It has been useful for me as it allows me to keep matters in context. It is somewhat of a natural extension of what I have done internally for many years, now manifest into words. … it helps me organise what I've learnt. It also helps me to see how I've progressed & it helps me to see how what I've learnt in class can
be applied to the real world.
It has helped me remember what I have done on a daily basis, and helped me identify the skills that I need to work on.
One student said that reflective writing was invaluable for 'life in general' while another found it useful because:
I already keep a journal & have documented my life since about 13. I did this so if one day I get rich & powerful, I can publish a biography of how I did it.
The third category of perceived usefulness was in the context of the placement; a number of students said that reflective writing helped in some way with the placement or with the student's own particular professional development. Use of words like 'progress', 'progression', 'development', and 'improvement' were common in this response. A common theme in the responses was an appreciation of being able to self-monitor personal development and progress. Some students said that the reflective journal helped them to overcome an initial lack of confidence, e.g. 
Keeping a reflective journal has been a useful exercise because it's allowed me to put on paper my experiences/goals/thoughts at

Using the articles we read really helped with the reflecting. It expanded our thoughts & the issues we reflected on.
Yet another student appreciated that keeping a reflective journal enabled critical thinking about 'how I would have dealt better or react to the incident, identify ways of improvement in case it happens again in the future.'
The fourth category of perceived usefulness was in relation to dealing with clients.
For example, one student said:
It was useful in the sense that I was able to relate it to the clients I dealt with. However, in some respects I felt I was becoming too pretentious and it detracted from talking about the ethics and skills involved in placement.
Finally, the fifth category of perceived usefulness was applying theory to practice. A number of students identified that making notes of placement experiences assisted with learning 'how the Law is applied in the 'real WORLD'.
Four out of 29 students did not find writing a reflective journal to be a useful exercise. These students said that keeping a journal was not necessary to facilitate reflection. However, they all made the comment that they were able to reflect and that they believed that reflection was important. But they did not see the necessity to actually record their reflections. I explored this further in the Focus Group. One student in the Focus Group said: Other responses suggested that the students will continue to reflect -many were at pains to point out that they do reflect already -but that the reflective components of the course have not been the catalyst for this. However, although some students may be naturally reflective, I am not convinced that all students and all lawyers do think about their words and actions after having done something. In addition, such students could benefit from the development of this skill. For me, this highlighted the need to emphasise the advantages of reflection by using prompts for reflective writing 35 to enhance the quality of reflection. 
Not necessarily, at times may think / over-analyse things but not on the whole.
These responses suggest that more needs to be included in the clinical teaching program about the benefits of reflection-in-action and that more of the literature on this needs to be discussed in class in addition to simply including texts and articles in the student reading lists. Suggestions for implementation of this idea are included in Part V.
However, some students did say that they would now be more reflective in other aspects of their lives. These students commented on the dialogic aspects of reflective writing, in particular, the ability to consider a situation from multiple perspectives. Other students drew a link between reflection and their own personal or professional development. One student said that being forced to reflect had crystallised the importance of reflection in order to grow & develop as a person.
Reflection was now 'almost an automatic action' for this student. Another comment was that the requirement to analyse and discuss the placement allowed the student It will be useful for future students in my course to be aware of the benefits that past students have obtained and perceived from reflective writing. These will be incorporated into future classes.
Research has shown that students are strategic learners and their focus tends to be on issues which will be assessed.
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A number of the responses to Question 4 reinforced this. Several answers suggested that the students reflected because this was required for assessment, but did not value the process of reflection in itself. For example, one student said that the assignment submission was '[n]ot really reflecting, just telling the marker what they want to hear.' Strategies need to be developed to not only teach students how to reflect and how to write reflectively, but also to articulate the value of reflection. Perhaps the word 'reflection' itself has developed a somewhat negative image. It may be the case that competitive law students would prefer to engage in an exercise entitled 'placement analysis' or 'personal deliberation' or 'achievement analysis' rather than 'reflection'.
Time spent in class discussing Schön's work would likely be beneficial and useful for students who question the value of reflective writing.
PART V: CONCLUSIONS AND RECOMMENDATIONS
The research unearthed a variety of issues to be addressed in order to enhance reflective writing pedagogy. Where concerns and anxieties have been raised it is hoped that these can be reduced or eliminated. Some of the students' responses raised issues that I had not previously considered. This has informed my teaching practice and indeed has added to the scholarship of teaching and learning in this area.
The value of reflection
The research shows that students value the reflective writing experience. While teachers can promise each new cohort of students to believe that reflective writing is a positive experience, I now can tell my students that there is evidence to show that students do find it to be a positive experience. New students can be told that previous students found reflective writing to be beneficial, but that it is not an instant effect. The research shows that students talk about the benefits as a 'long term' result. Most particularly, the students who participated in the research have 
Uniformity of experience
In my clinical program, there are a variety of external placements as well as the internal Clinic where students might be placed. This is not unusual. One consequence of this is that students gathered together in one discussion class may collectively be undergoing a wide variety of placement experiences. Their responses to discussion topics will therefore be strongly nuances according to the environment in which they are placed. Some students will be placed in an environment with a strong individual client focus (especially in the Clinic). Others will have a law reform focus or an administrative focus. Some responses serve as a reminder that the clinical teacher must be deliberately and consciously inclusive of all students in all types of placements in all classes. This means checking with students in the discussion group whether they feel that the topic is relevant to their particular placement. In this way, students can be guided as to how they can interpret the theme of the discussion to match their placement experience. For example, a student placed at an external agency may have to consider who the 'clients' of the agency are. My research has taught me that clinical teachers must always be mindful of the variety of student placement experiences, and actively ask students in each class to consider how the discussion topic is relevant to their individual placements.
Reflection-in-action
A number of students said that they already either keep a journal or engage in some sort of reflective activity. Others observed that the requirement to reflect intruded into the actual placement tasks. Some students expressed frustration in relation to the written aspect of reflection. It is considered necessary to develop reflective writing pedagogy to include class time that assists student understanding that reflective writing can facilitate thinking skills and also to highlight the difference between the reflection in which some students already engage and the deeper reflection that is now required of them.
The clarification of the purpose of reflective writing must be effected early in the course. It is also necessary to clarify for students that reflective writing is more than self-evaluation.
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Some students appear to regard reflection as an end in itself rather than a tool for guiding action. 38 I provide students with prompts to stimulate reflection but it is possible that when it comes to completing reflective writing for assessment, some students do not use them. Including the prompts in the actual assessment instructions will facilitate deeper reflection and hopefully eliminate student frustration. Instructions for assessable reflective writing tasks should include reflection 'prompts' which encourage and stimulate critical dialogic reflection.
One student noted that '[t] heritage, age, responsibilities, fears, goals etc. Clinical teachers should actively ask students to consider the way that they think and what external influences exist in relation to the way they solve problems and confront dilemmas.
PART VI: CONCLUSION
This article provides an analysis of the results of formal research that was conducted into student perceptions of reflective writing in the clinical legal education context.
The research had a dual purpose. Its first purpose was to investigate whether students perceived any benefit from reflective writing. The second purpose was to investigate the difficulties that students actually encountered in writing in a way that is particularly different to other forms of academic assessment. This article has analysed the results of the first objective. A further article analyses the results of the second objective.
The objective of this research was to ascertain whether student perceptions of reflective writing match faculty perceptions of the benefits of reflective writing in clinical legal education. Qualitative research has revealed that perceptions differ amongst the student cohort and that not all students perceive benefit from reflective writing in the clinical legal education context. However, the majority of students surveyed for this research indicated an appreciation of reflective writing as an enhancement to a clinical placement. Their responses have generated a series of recommendations that clinical legal educators might consider in their own pedagogical practices.
This article has described and explained the first objective of a large research project:
to ascertain the perceived benefits of reflective writing from a student perspective.
The research has revealed that students perceive a variety of benefits, most particularly the development of critical thinking skills and as a tool for personal and professional development. As a consequence of this research, I have developed an improved pedagogy of reflective writing in the clinical legal education context. Part V offers several suggestions and recommendations as to how this improved pedagogy might be achieved. These recommendations are relevant not only in law schools, but in any discipline where reflective writing is embedded within the curriculum. Like my earlier article, this one has been written with a view to sharing my experiences so that other teachers of similar courses might benefit from my research and also from my conclusions and recommendations.
